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Preface
Lessons from Lessons Learned

Even as FIPSE strives to bring about reform in postsecondary education, its own fund of
knowledge and experience is constantly shaped and enhanced by the projects it supports.

A volume such-as this one, which summarizes some of the best projects that we have funded in
recent years, is as rich in lessons for FIPSE as we hope it will be for the field. It may be
useful by way of introduction to identify some of these lessons. Some of them we at FIPSE
have long known to be true. Others are as surprising to us as they were to the projects’
creators. All will, we hope, prove helpful and encouraging to those who care about education.

When first conceiving a project, it is prudent to investigate first-hand the causes of the
problem to be addressed. For example, the high college attrition of General Educational
Development (GED) certificate holders is commonly attributed to the same lack of motivation
that kept them from finishing high school. The director of the Mary Baldwin College project
(p- 9), however, concluded after his own research that academic rather than motivational
deficiencies caused GED holders to drop out of college. The rigorous program that he
designed for inmates of a women’s prison resulted in unprecedented levels of achievement and
retention.

This project and the University of Virginia’s Core Knowledge Foundation (p. 119) reconfirm
the findings of many FIPSE projects—that ill-prepared or poorly-performing students learn
best if they are provided solid academic content in an atmosphere of high expectations. For
some students, however, the academic program needs to be buttressed with personal and
financial assistance, as shown by Western Washington University’s Law and Diversity
Program (p. 17) and Prescott College’s Center for Indian Bilingual Teacher Education

(p. 195). This assistance works especially well when it takes into account the needs of the
particular group. California State University, Fresno’s project on academic literacy skills

(p. 31), for example, includes information on academic culture in addition to language,
because many of its students are the first in their families to attend college.

This volume abounds in lessons for international projects. In efforts that involve study abroad
and collaboration with other institutions, simple is better. As the University of Connecticut’s
EuroTech (p. 155), San Diego State University’s MEXUS Program (p. 175), and the
University of Michigan’s Business Assistance Corps (p. 169) demonstrate, the administrative
complexities of such projects can become overwhelming. Getting students to go abroad and
stay there long enough to profit from the experience poses significant problems. Projects such
as EuroTech, where the stay abroad is built into the curriculum and is not likely to delay
graduation, have the best chance of success.
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The primacy of the faculty’s role in educational reform is obvious to anyone reading these
pages, as is the need to recognize and honor this role. Projects large and small—from the
College of William and Mary’s efforts to reform its advising system (p. 147) to the Missouri
Coordinating Board for Higher Education’s establishment of performance funding across state
institutions (p. 211)—succeeded in great part because of the amount and quallty of attention
they paid to faculty

Even the best-designed projects, however, occasionally run into faculty resistance. The
American Association for Higher Education’s Forum on Faculty Roles and Rewards reported
greater openness to reforms on the part of administrators than on the part of the very faculty
who were supposed to benefit from them. No matter how outstanding the innovation or how
carefully it is introduced, resistance often crops up. California State University, Fresno, the
University of Medicine and Dentistry of New Jersey, the Dickinson College Cluster,
Cleveland State University—all these highly successful projects encountered some measure of
re51stance The lesson for those contemplating a substantial innovation is to expect faculty
skeptlclsm accept it as evidence of intellectual liveliness, and get on with the reform.

This volume of Lessons Learned, as did the three that preceded it, contains its share of
surprises. Sometimes students reacted unexpectedly to well-intentioned efforts to help them—
some refused to be mentored; others felt that faculty should be less lenient. An impeccably
designed evaluation of a highly regarded faculty development method could not show that the
method resulted in improved performance on the part of the students of participating faculty
(Seton Hall University, p. 53). Evaluation of technology proved especially problematic. The
staff of Tufts University’s software evaluation project (p. 65) found it difficult to pinpoint how
technology affects student learning. Projects using technology and discovery leaming
highlighted the differences between students who want to explore a subject for its own sake
and those who want to get through the material as quickly as possible (see Tufts University’s
Perseus project, p. 113, and the Dickinson College Cluster, p. 247).

At California State University, Fresno (p. 31), on tests of academic language proficiency
native English speakers performed no better than students with limited knowledge of English.
And staff of California State University, Los Angeles’s Project LEAP (p. 141) found that
language-enhanced courses intended for non-English speakers benefited their English-speaking
peers as well. Some reforms, such as Clemson University’s Cooperative Chemistry
Laboratories and Diablo Valley College’s interdisciplinary physics and calculus curriculum,

. which were designed for a general student population, unexpectedly resulted in better learning
and retention on the part of minorities and women.
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All this strongly points to the conclusion that good teaching helps all students. But it is
crucial to keep in mind that even projects with unassailable evidence of success can founder on
the shoals of fiscal realities. Initiatives involving interdisciplinary teaching, extensive faculty-
student contact, innovative uses of technology and other hallmarks of teaching excellence are
often expensive. Although a tiny minority, some of this volume’s most illustrious entries did
not continue because of lack of funds. ’

Fortunately, these are the exception. Following in FIPSE’s almost 30-year tradition, the great
majority of the projects featured here were remarkably successful in generating additional
funding from both institutional and external sources after the FIPSE grant expired.

Despite a few anomalies, the lessons gleaned from the projects described below are
encouragingly familiar: that holding students to high standards works, that passionate, creative
teaching is crucial, that difficulties will arise and can be surmounted, that excellent work
eventually brings recognition and reward. As good educators know, the wheel of innovation
eventually returns to confirm the wisdom of the ages. FIPSE is proud of its role in that cycle.

EuLaLiA B. CoBB
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MACALESTER COLLEGE AND MOUNDS VIEW PUBLIC SCHOOLS
A Computer-based, Articulated Geography Curriculum K-14 —

Purpose

GeoLinks evolved out of a need for an outcomes-based, K-14 curriculum in geography
that could be offered via electronic technology. Its creation coincided with three major
developments in geographic education: the National Geography Standards, the Minnesota
High School Graduation Standards, and new entrance requirements for the Minnesota State
System of Colleges and Universities.

Macalester College, in partnership with Mounds View Public Schools, produced an
electronic geography curriculum that not only conforms to national and state geography
standards but was embraced by classroom teachers, allowing them greater flexibility in

designing classwork that matches the standards.

Innovative Features

Because the high school outcomes had been previously established, the task was to
determine GeoLinks’ scope and sequence, i.e., the appropriate grades at which to introduce
geographic concepts, and how best to reinforce them so that students would master the
outcomes by the time they graduated.

GeoLinks consists of a set of 128 testable outcomes tied to the National Geography
Standards—arranged in a K-12 sequence and defining what a student should know and be able
to do after completing a high school geography course—and a diverse collection of geography

lessons, units, and resources.
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Most of the GeoLinks lessons are interdisciplinary, providing lessons about geography
together with mathematics, science and reading. They were written and pretested in
collaboration with hundreds of teachers from Minnesota school districts in the suburbs, the
inner city, and rural regions, and with Russian teachers from Moscow State Pedagogical
University. Writing the lessons required a prior evaluation of the preparation in geography
that Minnesota teachers typically receive.

The creators of GeoLinks strove to include lessons that would also be useful to social
studies teachers who have never taught geography before and to students with special needs.
For teachers who do not have computers equipped with compact disc (CD) players, a special
feature allows them to download portions of the curriculum from the CD to a diskette.

The GeoLink design allows teachers to locate lesson plans for teaching a particular set
of outcomes to diverse groups of students. Its Hypercard software lets teachers use a few
simple computer commands to sort through 1,022 geography lessons in 30 séconds or less.
The lessons cover all grades, from kindergarten through high school, and include worksheets,
quizzes, special readings, maps and color slides. They can be used by school districts creating
new curricula, by teams of teachers developing shared lessons, or by individual teachers
shaping their own year-long curriculum.

The lessons follow a standardized format, including objectives, classroom materials,
teacher preparation, activities guides, and outcomes evaluation. Not only may teachers select
lessons according to the national and state standards, but also according to learning style, cognitive
level, grade level, key word, continent, intended outcomes, or a combination of these.

If, for example, a teacher would like illustrative lessons on post-Soviet Russia, she can find
appropriate maps and slides with just a few key strokes. Once a teacher selects a standard, all the
learner outcomes related to that standard are displayed on the screen. She selects the outcome that
best fits her interests and local setting, starts a search, and waits while GeoLinks locates lessons for
that outcome. Then she can either print out the lessons or copy them onto a diskette. This feature
of “just-in-time publishing” allows teachers to print out only those worksheets or illustrations they

need for a certain class from among the vast amount of information stored on the GeoLinks CD.
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Evaluation and Project Impact

In 1994-1995, 1,978 students in twelve middle schools participated in an evaluation of
GeoLinks as a classroom tool, using four schools as controls. GeoLinks users and non-users
were given pre- and posttests in their geography courses based on the standardized test for
intermediate grades developed by the National Council for Geographic Education. An
item-analysis was conducted of the number of incorrect answers for each school, the difference
in the class averages before and after the course, and the percentage difference of correct
answers.

The analysis of the pre- and posttests turned up dramatic differences in student
performance between those classes that used GeoLinks and those that did not. Correctly
answered questions rose seven percent in GeoLinks classes and only two percent in

non-GeoLinks classes.

Lessons I.earned

Even though project staff put more effort into the project than they had originally
anticipated, several problems hampered progress. The writing, editing, entering and proofing
of the lesson plans proved to be an arduous task because the lessons were written by a wide
range of teachers and the quality of the lessons reflected that range. Some of the teachers
originally selected to write lesson plans either failed to produce them or submitted
unacceptable ones—only half the lessons written for GeoLinks were suitable for inclusion.

The apparent lesson about lesson plans is that it is necessary to recruit teachers with substantial

experience and writing abilities.

Q LG
ERIC



Project Continuation and Recognition

In 1995, the Minnesota Association of Supervision and Curriculum Design named
GeoLinks an “Outstanding Curriculum Project,” and it was selected for inclusion in a special
exhibition of innovative curricula at their national convention.

GeoLinks is now self-supporting, having been nationally disseminated without
additional grant funds from FIPSE or other federal agencies. The fees from GeoLinks site
licenses enabled the project to maintain a half-time staff associate to continue the diffusion
effort during 1997.

The curriculum was originally designed to be operated by the Hypercard software
package that is available at no cost for all teachers who have Macintosh computers. To
broaden the curriculum’s usefulness, GeoLinks has been redesigned to operate on a Web site
and thereby be accessible through either Macintosh or Windows machines. New lessons have
been added to this edition, and there are plans to produce low-cost simplified, diskette versions
of GeoLinks by grade level for individual teachers.

In 1998, a summer institute for teachers interested in teaching advanced placement
geography continued to articulate the electronic geography curriculum from elementary grades
to college by producing a model AP course for students.

The gap between K-12 and postsecondary geography instruf;:tion was identified in the
initial grant proposal. Faculty from Macalester College and Minnesota State University,
Mankato, ran faculty development seminars for geography professors and social studies
teachers to build a connection between the K-12 curriculum and first year college courses.
This resulted in a new FIPSE- and National Science Foundation-finded program for preservice

teacher training at Minnesota State.
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Dissemination

At this time, approximately 800 sites across the nation have purchased licenses for the
curriculum, which is available to every teacher at these sites. Several states have purchased
licenses to use the curriculum in their resource collections. The number of teachers usir'lg the
CD could not be monitored easily. However, assuming that at least two teachers taught 100
students per year for three years in these 800 schools, at least 480,000 students have used
GeoLinks lessons.

Information about GeoLinks has been communicated to diverse educational audiences
through numerous national and state conventions, such as those of the National Diffusion
Network, the National Geographic Society, the National Council for Geographic Education,
the Minnesota Education Association, the Minnesota Council for Social Studies, the Minnesota
Educational Computing Corporation, and many others.

GeoLinks was also disseminated through direct mail, telephone, e-mail, press releases,
training sessions, interviews, and articles, and was featured in every recent issue of The
Geography Connection, the newsletter of the Minnesota Alliance for Geographic Edutation.
The National Geographic alliances have included GeoLinks in their resource collections and
summer institutes, and it now has its own Web home page. Free workshop demonstrations
have been offered to Twin Cities schools.

Teacher training with GeoLinks has been incorporated into GeoTeach, the

FIPSE-funded preservice training project underway at Minnesota State University, Mankato.
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Available Information

Articles about the new curriculum have appeared in the Journal of Geography, the
MEA Advocate, Geography in Schools, and National Geographic Update. Information about
other GeoLinks-related articles, catalogs, and multimedia and videodisc compendiums for

education and training is available from:

David A. Lanegran

Department of Geography
Macalester College

St. Paul, MN 55104

Telephone: 651-696-6504

e-mail: Lanegran@macalester.edu

or

Patrice A. St. Peter

Irondale High School

2425 Long Lake Road

Mounds View Public Schools

New Brighton, MN 55112

Telephone: 651-586-5200

e-mail: PATSI@mail. moundsview.k12.mn.us

The address for the GeoLinks Web site is: mage.geog. macalester.edu/GeoLinks/




MARY BALDWIN COLLEGE
Development of a Series of Liberal Arts Courses to Strengthen the College Performance
_ of High School GED Graduates

Purpose

In 1988 Mary Baldwin College, in collaboration with the Virginia Department of

Correctional Education, began to offer college courses leading to a B.A. at a women'’s prison.
Soon, however, high rates of early attrition became apparent, primarily among holders of the
General Educational Development (GED) certificate. In the first four years of the B.A.
program, 45 percent of the GED students withdrew during the first semester for reasons other
than parole. After three semesters, only 38 percent of GED students persisted.

This was not unusual. Although research on GED tests shows that they function well as
evidence of readiness for work, most students now take them for college admissions, and college
attrition among GED holders ranges between 60 and 90 percent. The grade point average of GED
students who persist to graduation, on the other hand, does not differ significantly from that of
other students—probably because the massive early attrition weeds out all but the most able.

The high college attrition among GED students was attributed in the literature to the
same low motivation which had caused these students to withdraw from high school. But the
project director suspected that this was not the case for the Mary Baldwin students, because
motivation is generally high among prison inmates.

It seemed plausible that the academic preparation of GED students was related to their lack
of success in higher education. The passing standards for the GED, which vary from state to state,
are often quite low. In Virginia, it is possible to pass the mathematics test while failing all algebra
and geometry questions, and to receive no credit on the essay and still pass the writing test.
Knowing this, some preparatory programs omit instruction in these topics altogether.

The project director felt that it was unreasonable to expect two or three months in even
the best GED preparation program to replace two or three years of daily academic work. A
look at the characteristics of students who persisted versus those who dropped out of the prison
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program showed that, indeed, the determining factor was dropping out of high school prior to
entering the 12" grade. Clearly it was academic rather than motivational factors that needed to

be addressed to help GED students to succeed.

Innovative Features

The project—funded by FIPSE along with the American Bar Association, the Presbyterian
Women’s Thank Offering, -and the Titmus, Kates, and Beasley Foundations—consisted of three
courses taken by GED students concurrently with initial college enrollment.

In creating the courses, project staff made a number of assumptions regarding the academic
shortcomings of GED preparation. They expected students to have no experience in critical reading
of and writing about book-length texts. They assumed little knowledge of world literature and
history, algebra, geometry, and probability, little preparation for testing other than multiple choice,
and no experience with classroom discussion or interdisciplinary thinking.

The three resulting courses concentrated on specific academic skills and content and
demanded more reading and writing than many college courses. They were as follows:

|. The Ancient and Medieval Worlds. This course examined the roles of men and
women at different historical times and in different cultures and different views of the “virtue”
of patience. Students read The Odyssey, Ruth, Job, Plato’s dialogues about the death of
Socrates, Murasaki Shikibu’s Diary, Kamo Chomei’s Hojoki, The Canterbury Tales, and a
play by Shakespeare. Writing, which was taught by the traditional rhetorical approach,
included eight short essays, several tests, and two oral reports.

2. Modern American Voices. This course focused on race and social class in American
culture in the context of the relationship between the social sciences and the humanities. Students
read The Adventures of Huckleberry Finn against the background of the political rhetoric of Lincoln
and Douglas. They read Flannery O’Connor, Toni Morrison, Alice Walker, and Lee Smith in the
light of sociological theory on race, gender and family. They read the lyric poetry of Emily
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Dickinson, T.S. Eliot and Gwendolyn Brooks, and the speeches of the Civil Rights movement.
They wrote essays on these texts and developed one into a research paper.

3. The Scientific Method. This course, which began with Descartes’s Discourse on
Method, investigated the mathematical and philosophical underpinnings of the natural sciences.
It examined basic algebraic functions and formulas as they relate to chemistry; the course also
examined probability theory as it applies to genetics and intelligénce and graphs and statistics.
Students read The Double Helix and The Mismeasure of Man.

Students could begin the course sequence at any point. Because of high retention, there
were soon more applicants than the courses could accommodate, so they were admitted on the
basis of conduct, which allowed project staff to observe students with a wide range of
preparation and GED test scores.

The course sequence was also offered, on a one-time non-credit basis, to GED students

enrolled at three local community colleges.

Evaluation and Project Impact

The retention of 89 GED holders during the three years following the inauguration of
the project course sequence at the prison was compared to that of GED students enrolling in
the college program’s first four years. Prior to the project courses, first-semester GED
students consistently withdrew at rates between 42 and 52 percent. During the project period,
on the other hand, first-semester GED students withdrew at rates between zero and nine
percent.

Eighty-five percent of GED enrollees in the project completed the fourth semester,
compared to only 34 percent during the first four years of the collegiate program. In addition,
the first-semester GPAs of project students were much higher than in previous years (2.34
versus 1.59). (The improved GPA was not solely dependent on the project course grade—

when that grade was removed, the GPA still averaged 2.27.)
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At the community colleges, a comparison group of 48 GED holders volunteered to
make their enrollment data available. Eighty-five percent of the 39 project students completed
the first semester, compared to only 50 percent of the control group. By the end of the third
semester, 74 percent of the project students were still enrolled, versus 42 percent of the control
group. Although the effects of the project courses were less remarkable with the community
college population, they nevertheless conferred a retention advantage of approximately 35
percent on their students compared to the controls.

Among the prison population, by the third semester there were few differences in
achievement and retention between project students and their predecessors, bearing out the
research that shows that GED students who persist do relatively well in later semesters.
However, a comparison of the total number of women enrolled in college—including both
those who were still in and those who had left prison—showed that 90 percent of the women in
the project courses were continuing in higher education three semesters after initial enrollment,
compared to only 38 percent of those who had not participated in the project.

The project course helped significantly with mathematical and writing skills as well.
Students took the quantitative section of the Scholastic Assessment Test (SAT) at the beginning
and at the end of the Scientific Method course. Their scores increased from a mean of 331—
well below the level required for college courses—to 457 (the median, 450, is the minimum
required by Mary Baldwin for admission to college algebra).

A random sample of student essays from the project courses was rated by a group of
experienced English teachers on a scale of zero to ten, on criteria ranging from syntax to
spelling and content. First semester students scored an average of 3.4; second semester
students, 5.9; and third semester students, 7.7.

Participation in the program also correlated with lower recidivism. In Virginia, 49 percent
of released women prisoners return to prison within two years (for those without a high school
diploma, the rate is 60 percent). Twenty-nine percent of women who enrolled in a project course
but dropped out before completing the first semester were reincarcerated, while under 11 percent of

those who completed one or more semesters returned to prison within two years.
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Although during their first semester students received as many disciplinary sanctions as
they had during the previous three months, in later semesters their misconduct levels decreased
by more than half. This came as a surprise to prison staff, who had expressed concern that
college students would become disciplinary problems.

Persistence in the project courses seemed to decrease the dropout rate of the women’s
children as well. The children of GED-holding incarcerated mothers dropped out of school at
a rate of over 32 percent, and the children of mothers who did not complete their first semester
in the project dropped out at a rate of 35 percent, but the children of those who completed at

least one semester in the project left school at a rate of only 14 percent.
Lessons Learned

Research shows that many GED students are quick to become discouraged and abandon
their studies for good. A successful first semester, on the other hand, often leads to continued
enrollment, and the project’s retention figures reflect this.

The higher retention among the imprisoned students may be due in part to less reliance
on adjunct faculty and to the use of conduct as an admissions criterion. Most significantly,
however, in prison there were few competing demands and few alternatives, whereas in the
community colleges the hurry-up-and-get-through-it mentality that often prevails among adult
students caused many to choose less demanding classes. A

Student evaluations of the Ancient and Medieval Worlds and Modern American Voices
courses were highly positive, although less so for the sections on T.S. Eliot and political
thetoric. The Scientific Method course had to be substantially revised to provide more
non-mathematical context and thus motivate students to learn the mathematical content. In
retrospect it appears as though, given the quantitative deficits of these students, the sequence

should contain two mathematics courses.
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Students showed a startling lack of preparation in algebra—not one of those in the first
_offéring of the Scientific Method Course could solve either x+2=4 or 2a=4 in a pretest.
They experienced high math anxiety and thought t.hat mathematics was something done for its
own sake, with few applications to the real world.

The magnitude of the academic deficits of GED students was such that at first it
prevented them from putting their life experience to use in the classroom. They were
incapable of participating in class discussion. They failed to relate opinion to fact and took
disagreements personally, often storming out of class in anger. Reading primary texts and
writing about them proved overwhelming and so did examinations—students could not answer
identification questions with complete sentences or organize responses to essay questions into
paragraphs or even sentences. They could not relate texts read in class to outside sources or
ideas, and when they eventually began to do this, the papers became, for a time, chaotic.

Higher education seems all too willing to'respond to the demands of adults who want
college credentials quickly and with as little effort as possible. Students with academic ability
and considerable life experience may succeed in such programs, but clearly few GED students

can. They require a slower track with, at first, lowered expectations to ensure success.

Project Continuation

The college’s B.A. program at the prison and the community college program have
been canceled due to lack of funds. The three project courses, however, continue to be
offered at the prison under a contract with the Virginia Department of Correctional Education.

Supplemented with workshops on college admissions, financial aid, and college-related skills,
the courses are available to women who will be released within a year. Evaluation is

continuing.
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Dissemination and Recognition

The program has been the subject of a number of presentations in the United States and

Canada.

Available Information

Additional information may be obtained from:

Ashton D. Trice
Department of Psychology
MSC 7401

James Madison University
Harrisonburg, VA 22807
Telephone: 540-568-8189
e-mail: tricead@jmu.edu
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WESTERN WASHINGTON UNIVERSITY
Law and Diversity Program

Purpose

It is a documented fact that in the United States people of color and other minorities are
both underrepresented in the legal system and have little faith in it. To achieve proportional
representation in the legal field today, the number of Asian American lawyers would have to
double, the number of Hispanic lawyers more than triple, and that of African American and
Native American lawyers quadruple. As minority populations all but double over the next 50
years, their underrepresentation in the legal profession may worsen dramatically.

The Law and Diversity Program seeks to meet this need by recruiting minority and
non-traditional students who have either not considered entering the legal profession or who
need to improve their skills in order to gain admission to law school. The program provides
an academically demanding environment where the students’ perspectives are valued and their

needs for various kinds of support are met.
Innovative Features

The Law and Diversity Program was created at Fairhaven College, an interdisciplinary
college of Western Washington University dedicated to innovative approaches to education.
Most Fairhaven students design their own academic concentrations, a structure that easity
accommodates the project’s pre-law curriculum.

The program recruits non-traditional and minority students—those whose perspectives and
experiences have been traditionally underrepresented in law schools, the legal profession and the

law. Its graduates include African Americans from crime-filled urban neighborhoods, a
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Chamorro woman from the Northern Mariana Islands who became the first native lawyer on
her island, a refugee from the civil war in Eritrea, former gang members, single mothers,
mature students, students whose backgrounds include poverty, rape and abuse, and activists
from the disabled and gay communities.

When they begin the program after completing their general education requirements,
students become members of a two-year learning community. Law and Diversity Program
students often show academic promise but have marginal records and tend to give up when
studies become demanding. The program’s cohort system helps them to succeed despite the
rigorous material, while the common curriculum allows them to form close ties with faculty
and to synthesize their learning.

Given their adverse personal and financial circumstances, many of the program’s
students require support, both emotional and economic, from faculty, from mentors and role
models, and from each other. Faculty coordinate efforts with the financial aid office, the
registrar, the counseling center and the writing center to ensure that help is available. The
admissions office assists in recruitment, and the development office raises funds (for
emergency loans, scholarships and other forms of assistance) from private individuals and local
law firms.

The curriculum consists in part of core courses, taught by two instructors who share a
full-time appointment. These instructors also teach the integrative seminar, serve as “master
learners,” and offer advice and personal support to students. The rest of the curriculum is
made up of existing courses in a number of different departments, which Law and Diversity
students take as a group along with the general university population.

Before designing the program, faculty consulted with representatives of local law
schools and were advised that it was more important for the curriculum to emphasize verbal,
analytical and research skills than to teach a specific body of knowledge. Accordingly, faculty
selected challenging, skills-intensive courses that introduce students to the U.S. legal system,
familiarize them with basic legal concepts and terminology, and place the law in its social,

historical and political context.
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The curriculum inclﬁdes, among others, courses on American legal and political
systems, political economics, race, politics and public policy, and logic and problem
solving. The constitutional law course has pro'ven particularly effective for law school
preparation. In it students use Gerald Gunther’s constitutional law casebook in small
question-and-answer groups.

The quarterly integrative seminar is designed to synthesize knowledge, discuss law school
admissions and focus on specific skills. The last seminar deals with the law as a profession.

The curriculum not only demands considerable amounts of writing and critical thinking
but also allows students to participate in one or two mock arguments and have exposure to
basic legal research. The courses vary from year to year but their challenging nature and their
focus on communication skills remain constant.

The final quarter consists of an intensive intemship. Students work as clerks in law firms, courts, and
city, state and federal legal offices. They also serve in investigative positions with the public defender’s
office, as legal advocates for victims of domestic violence, and in other positions at the American Civil
Liberties Union, lawyer referral services, disability rights groups and juvenile detention facilities.

Students receive various forms of help in applying to law school. Faculty make pertinent
materials available and arrange for students to visit nearby law schools and attend classes. Because
program faculty know their students well, they are able to write detailed letters of recommendation.
Because many students apply with below average numerical indicators, the letters address the
students’ actual performance on relevant topics. A commercial provider of an LSAT preparation

course makes it available to each cohort for a fraction of the $795 fee.

Evaluation and Project Impact

The efforts to gauge the effects of the project included student self-assessments, focus
group assessments by faculty and students, writing portfolios, LSAT preparation and scores, a
video documentary, retention and academic performance data, and interviews of all 29 alumni

and of faculty and staff of the law and graduate schools in which they enrolled.




Project staff compared the students’ diagnostic LSAT scores, taken prior to the start of
the preparation course, to the final scores. The mean score for students in the two cohorts
went from 136 to 145, and from 139 to 146 respectively, raising the mean percentile for both
classes 19 points. For the students who went to law school, the improvements were even more
dramatic, with percentiles rising by as much as 25 points.

Retention statistics are also encouraging. Of the 29 students participating in the Law
and Diversity Program, 93 percent completed the program and 96 percent the bachelor’s
degree. This compares quite favorably with the university’s minority junior-to-senior retention
of 54 percent for those who entered as freshmen, and 48 percent for transfers.

Of the 29 students tracked, 16 applied to law school and 12 were admitted, and of these, by
the end of the project, all but one were still attending or had graduated. Two students went to
graduate school, and five obtained law-related jobs. The rest were studying to retake the LSAT and
pursuing other interests and jobs. Most intended to continue their education.

Students felt “satisfied” to “highly satisfied” with the program and thought the cohort
experience valuable, despite conflicts that arose in the second cohort. They appreciated the
faculty’s care and support but criticized what they felt was their excessive leniency. Although
they thought that it needed more focus and structure, students found the integrative seminar
useful.

Faculty and staff at the graduate and law schools that graduates of the program attended
stated that the students had been well prepared. Indeed, most were performing above the
traditional numerical predictors of academic success.

Law students felt that the program had trained them adequately, although they stated
that more work on specific skills—such as methods of case analysis—and more counseling on
the isolating and competitive nature of law school would have been helpful. One student, who
had the lowest LSAT score in her entering class, submitted the top paper on the first legal
writing assignment and, at the end of the first year, ranked 90th out of a class of 216.

Another student, with LSAT scores in the 55th percentile, finished the first year in the top
15-20 percent of the class.
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Many alumni are active in community service, working with youth athletic programs,
Jjuvenile offenders, victims of domestic violence, migrant farm workers, homeless youth,
AIDS education in minority communities, and gay and disability rights issues. Students
attending law school become involved with campus organizations—some of which they have
started themselves. They also study abroad, write for law reviews and work as interns and
clerks.

In 1996 the Council of the American Bar Association’s Section of Legal Education and
Admissions to the Bar issued a statement regarding preparation for legal education that echoes
many of the provisions of the Law and Diversity Program. The assertion that “difficult
courses from demanding instructors is the best generic preparation for legal education”

especially reflects the convictions of the creators of this project.

Lessons I earned

Project staff did not find it easy to recruit students of color into the program, because
the community where the university is located is predominantly white, and the student
population is only 13 percent minority. This also made it difficult to find local minority
lawyers and judges and firms to provide internships. Fortunately, lawyers and judges in
metropolitan areas of the state readily offered assistance.

From the beginning, discussion of the issues surrounding diversity was a fundamental
feature of the program. It soon became obvious, however, that students did not spontaneously
understand the commonalities among all forms of oppression and tended instead to engage in a
comparison of oppressions, with the cohort eventually fragmenting into groups segregated by
race, gender and sexual preference. In the future, much of the first quarter will be devoted to
helping students develop the ability to understand and support each other despite their
differences—a skill which is being increasingly recognized by law schools as essential for good

lawyering.
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Instead of receiving standard grades, in some Law and Diversity Program classes
students wrote narrative self-evaluations to which the instructor responded. It soon became
apparent that students were putting more effort into their regularly-graded classes because they
assumed that law school admissions relied heavily on grade point averages. In fact, law
schools did not view self-evaluations as problematic. Staff informed students of this and
instructed them on how best to present their self evaluations in applications. They are also
providing an application cover sheet explaining the purpose and use of self-evaluations.

Despite the virtues of the cohort system, staff became aware of the need to better
integrate Law and Diversity Program students with the rest of the campus, and to offer special
advising to those who, while enrolled in the program, discover that law school is not for them.
In response to students’ desire to pursue areas of individual interest, staff decided to grant
later cohorts flexibility in the second year to take several courses outside the Law and
Diversity curriculum.

To better accommodate law school application cycles, faculty changed from the
traditional fall-winter-spring academic year to a winter-spring-fall schedule. Applications are
normally prepared in December, which, under the traditional system, gave faculty just four
quarters to work with students prior to writing letters of recommeéndation: In the modified
year, on the other hand, students have nearly finished the sixth and final quarter by the time
they apply to law school. (After completing the Law and Diversity Program, students may

take further courses if they choose.)

Project Continuation

The project has continued since the expiration of FIPSE funding, with the third cohort
continuing the high retention of its predecessors and graduating in June of 1997. The
university converted the program director’s full-time faculty position to tenure-track. Two

other faculty members also participate in the program.
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Dissemination and Recognition

Faculty and students made presentations at a number of conferences, and their remarks
led to discussions about adapting the Law and Diversity Program to other campuses.
Audiences generally felt that the model’s interdisciplinary requirements would preclude its
being adapted in its entirety but perceived the cohort and skills development approaches as
having considerable potential for replication. While the program at Western Washington
University focuses on pre-law preparation for minority and other disadvantaged students, staff
believe that the model, or parts of it, can work for any group of students.

The project received Western Washington University’s Diversity Achievement Award.

Available Information

Further information may be obtained from:

Marie Eaton

Fairhaven College

Western Washington University
Bellingham, WA 98225-9118
Telephone: 360-650-3680

e-mail: eaton@henson.cc.wwu.edu
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WESTERN INTERSTATE COMMISSION FOR HIGHER EDUCATION (WICHE)
Balancing Quality and Access: Reducing State Policy Barriers to Electronically Delivered
Higher Education Programs

Purpose

Problems of access to higher education are most often associated with issues of race or
economic status. In tﬁe western states, however, these problems are compounded by
geography. There, even well prepared students are often stymied by the difficulty of getting
themselves to the classroom where what they want to learn is being taught. In the case of
individuals from disadvantaged backgrounds, the added obstacles of distance and weather often
prove insurmountable.

It is hardly surprising, then, that western states have emerged as leaders in distance
education, developing a sophisticated telecommunications infrastructure over the last two
decades. The approach to distance leaming, however, varies greatly from state to state. Some
states envision distance leaming strictly as a means of serving students in outlying areas, while
others have created major statewide programs and still others have specifically designated
certain institutions as providers of distance education.

The policies regulating this multitude of options, especially when offered by
out-of-state providers, are just as varied. While some states require only registration of
out-of-state programs, for example, others insist that such programs be licensed. Many others
waive the licensing requirements if the programs are offered by an accredited institution. To
complicate matters further, when the Balancing Quality and Access Project was conceived
there existed no agreed-upon criteria for assessing distance learning, and the procedures of
regional accreditation associations and state regulatory bodies were not coordinated.

Clearly, if students were to take full advantage of the flood of advances in distance
education, it was necessary to address the barriers imposed by interstate policy, and especially
the need for standards with which to judge the quality of these programs. That is what this

project intended to achieve.
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Once the project began, however, it became apparent that the question of interstate
policies was less crucial than it héd first appeared. For while it is theoretically possible to
control the offerings of an out-of-state institution if fhey are received at, for example, a local
community college, at home students can have unlimited access to programs on cable
television or on the Internet. As a result, many states accept all out-of-state programs offered
by accredited institutions.

In addition, the decision by the Western Governors’ Association to develop a virtual
institution, the Western Governors’ University, offered a means of addressing the issue of
interstate compatibility in the future. The university, which will eventually award its own
credentials based on outcome assessments, will function as a regional broker of courses,
learning modules, and degree programs offered by colleges, universities and companies, thus
eliminating all barriers to interstate distance education.

At the same time, as they began to play a more important role in helping states to
approve otit-of-state distance education (12 of the 15 WICHE states used accreditation as the
principal criterion for granting approval), the regional accrediting associations became more
interested in assessing the quality of distance education. The accrediting agencies looked to
this project to help establish specific distance education standards.

While the concern over interstate regulatory policies diminished, however, the need to
ensure quality in programs made available through technology became preeminent. The
project’s creators realized that their most significant task would be to help leamers to evaluate
and select distance education programs. Hence, the project’s new focus became such questions
as whether or how a student engaged in distance learning would have direct access to faculty,
what kind of academic advising and support services would be available to him, and whether
he could count on the originating institution’s commitment to offer the program for as long as

he required it.
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Innovative Features

The project’s originators began by documenting existing state regulations and practices
about degree programs delivered electronically from out of state. They surveyed and
interviewed personnel of state higher education regulatory and governing offices and reported
the results in a publication entitled When Distance Education Crosses State Lines: Western
States’ Policies.

Project staff then proceeded to develop the “Principles of Good Practice for
Electronically Offered Academic Degree and Certificate Programs.” They achieved this
through a consultative process, circulating and revising drafts in the light of comments from
the WICHE Advisory Board, the regional accrediting agencies, and state higher education
executive officers in the western states. State higher education agencies in turn distributed
drafts to local colleges and universities, and WICHE disseminated preliminary versions of the
principles through its paper and electronic media.

The principles, which address entire programs rather than individual courses, are based
on the assumption that the institution and its electronic curricula are accredited by a nationally
recognized accrediting body. The principles cover curriculum and instruction, evaluation, and
institutional context and commitment—including institutional role and mission, faculty support,

resources for learning, student services, and commitment to distance learning programs.

Project Impact

The Principles of Good Practice have become the basis for national agreement on the
standards for education delivered through technology. They have been endorsed by state
agencies, regional higher education groups, and the regional accrediting associations.

Eight western states—Arizona, Colorado, Idaho, Montana, New Mexico, Oregon, South
Dakota and Washington—have in various ways incorporated the principles into their review and

approval processes for in-state programs. The Western Legislators’ Conference passed a
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resolution encouraging member states to consider adopting the principles as the basis for
in-state assessments. The Western Governors’ University will stipulate that all whose courses
and programs are to be listed in the WGU online catalog must certify their adherence to the
principles.

The impact of the principles has been felt outside the West as well. The Southern
Regional Education Board adopted a set of principles for participation in its Electronic
Common Market with wording almost identical to the Principles of Good Practice developed
by this project. The regional accrediting associations’ national Task Force on Distance .
Leaming endorsed the principles, as did all individual regional accrediting commissions, most
of which included the principles in their handbooks.

Seventeen out of 19 professional associations contacted by project staff requested
information and are considering incorporating the principles into their standards policies. The
National Association of State Approving Agencies also adopted the principles’ basic
philosophy, and Virtual College, a publication designed to accompany Peterson’s Guide to

Colleges and Universities, endorses the principles as tools for judging quality.
Lessons 1.earned

California, whose rules goveming out-of-state providers have long been among the
strictest in the West, is closing down its state licensing and regulatory agency. This
development confirms the project staff’s belief that across the nation future efforts will focus
on educating students about their choices rather than on attempting to regulate program

providers.
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Dissemination and Recognition

It was a major goal of the project to have the principles become the standard for
discussions of quality in distance education, both in the West and throughout the country. To
ensure this, staff mailed a one-page brochure on the principles to WICHE commissioners, to
other regional higher education organizations, to state higher education executive and
administrative officers, to college and university presidents, and to the initiators of the Western
Governors’ University.

Project staff published articles in Change and other magazines, made conference
presentations, contacted professional accrediting associations, and educated students with two
booklets, entitled Distance Education: A Consumer’s Guide—What Learners Need To Know,
and Good Practices in Distance Education. Numerous requests for copies of the principles led
to a second stage of dissemination as recipients incorporated the principles into their own work

and republished them in journals and newsletters.

Available Information

Additional information may be obtained from:

Sally M. Johnstone

Western Cooperative for Educational Telecommunications
P.O. Box 9752

Boulder, CO 80301-9752

Telephone: 303-541-0232
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CALIFORNIA STATE UNIVERSITY, FRESNO
Assessment of Academic Literacy Skills: Preparing Minority and Limited English
Proficient (LEP) Students for ‘Postsecondary Education

Purpose

Despite important recent strides in diversifying the means of instruction, college students
still acquire most of their education by listening to lectures and reading textbooks. Yet the language
of lectures and textbooks is radically different from that spoken on a daily basis by most students
and their families. This difference is often at the root of serious academic difficulties. Academic
language, which includes words and phrases common to all fields, is used in lectures and texts to
teach the technical information of each discipline. Because the elimination of books and lectures is
neither feasible nor desirable, we can expect that students who come to campus already familiar
with academic language will continue to enjoy a clear advantage over those who do not.

Students with academic language deficiencies come from varied backgrounds. Some are
native English speakers, while others speak a different language at home and, despite having had all
their education in the United States, are only marginally proficient in English. Whatever the reason
for the problem, colleges and English as a Second Language (ESL) programs generally rely on
standardized multiple choice tests to determine whether to accept these students, where to place
them, and when they have satisfied exit criteria. The native English speakers are likely to be placed
in remedial courses, whereas the U.S.-educated non-native speakers are usually steered into ESL
classes intended for international students, whose needs are entirely different from theirs.

The standardized tests, for which students may prepare by undergoing expensive coaching
and memorizing lengthy word lists, are unrelated to the actual language tasks required in college
and have only low to moderate correlations with college grades. They also underpredict success for
minority students, women, and ESL students. The composite numbers reported as test results give
no information about the nature of the strengths and weaknesses of the individual.

The goals of this project were to develop an assessment of students” academic language

proficiency and a curriculum to improve their academic language skills.
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Innovative Features

The assessment and the curriculum developed for this project are both based on
videotaped college lectures and excerpts from college textbooks. The curriculum focuses on
the major language differences between under-prepared and well-prepared students. These
differences were determined through detailed analyses of field tests of 700 college and high
school students, representing a wide range of background and preparation levéls.

To create the pre- and posttests the project director first studied the nature of the language
used in college courses, and defined the language tasks required in college. Project staff videotaped
eight 30-minute lectures and selected one for the tests, while others became the basis for the
curriculum. The test lecture focuses on a topic, theories of learning, that the students are not likely
to have encountered before. The test lecture is difficult enough—in its proportion of academic
vocabulary, speed of delivery, and sentence complexity—to avoid a ceiling effect in grading, and it
is well organized, with cues for important topics and repetition of key points.

The tests consist of the following elements:

1. Lecture notes. Students watch a lecture excerpt (with an introduction that includes
an overview of the topic, key vocabulary, and instructions for note taking) and take notes.
These are scored holistically for inclusion of the most important information and for evidence
of such skills as using abbreviations and indicating relationships among topics.

2. Short answer questions (based on the lecture). Scored for precision, vocabulary,
grammar and spelling, this task indicates comprehension and requires students to synthesize
information from the notes, using their own words.

3. Dictation of lec